The Effect of Success and Failure Experiences on Self Concept in Retarded Children by Varvil, Candace Joan
University of North Dakota 
UND Scholarly Commons 
Theses and Dissertations Theses, Dissertations, and Senior Projects 
12-1-1974 
The Effect of Success and Failure Experiences on Self Concept in 
Retarded Children 
Candace Joan Varvil 
Follow this and additional works at: https://commons.und.edu/theses 
Recommended Citation 
Varvil, Candace Joan, "The Effect of Success and Failure Experiences on Self Concept in Retarded 
Children" (1974). Theses and Dissertations. 3421. 
https://commons.und.edu/theses/3421 
This Thesis is brought to you for free and open access by the Theses, Dissertations, and Senior Projects at UND 
Scholarly Commons. It has been accepted for inclusion in Theses and Dissertations by an authorized administrator 
of UND Scholarly Commons. For more information, please contact und.commons@library.und.edu. 
THE EFFECT OF SUCCESS AND FAILURE EXPERIENCES 
ON SELF CONCEPT IN RETARDED CHILDREN
by
Candace Joan Varvil
Bachelor of Science, Northern Michigan University, 1972
A Thesis
Submitted to the Graduate Faculty 
of the
University of North Dakota 
in partial fulfillment of the requirements 
for the degree of 
Master of Arts




This Thesis submitted bv Candace Joan Varvil in par­
tial fulfillment of the requirements for the Degree of 
Master of Arts from the University of North Dakota is here­
by approved by the Faculty Advisory Committee under whom 
the work has been done.
Dean of the Graduate School
Permission
Ti11 e The Effect of Success and Failure Experiences on.
_______Self Concept in Retarded Children_______________
Dapa rtment- Psychology_______
Degree________Master of Arts___________________________
In presenting this thesis in partial fulfillment of 
the requirements for a graduate degree from the University 
of North Dakota, I agree that the Library of this Univer­
sity shall make it freely available for inspection. I 
further agree that permission for extensive copying for 
scholarly purposes may be granted by the professor who 
supervised my thesis work or, in his absence, by the Chair­
man of the Department or the Dean of the Graduate School.
It i3 understood that any copying or publication or other 
use of this thesis or part thereof for financial gain 
shall not be allowed without my written permission. It 
is also understood that due recognition shall be given to 
me and to the University of North Dakota in any scholarly 
use which may be made of any material in my thesis.
iii
ACKNOWLEDGMENTS
I wish to thank the members of my committee, Dr.
Nancy Huntsman, Dr. Michael Rohrbaugh and also Dr. Ralph 
Kolstoe for their assistance, especially in the data analy­
sis.
A special thanks goes to Dr. Alice Clark, my commit­
tee chair’.̂ oman, who always had time--time to read and make 
suggestions and more importantly, time to give encourage­
ment when the going got rough.
I would also like to extend my thanks to Vern Nord- 
mark and Don Watson at the Grafton State School for pro­
viding me with subjects.
A very special thanks goe3 out to the kid3 of 
M.A.3.D.C. for getting me started in this area. Last, but 
not least, I would like to thank the residents of the Graf­
ton State School for their eager participation in ray re­
search.
TABLE OP CONTENTS
Ac knowledge nt s.................................. iv
List of Tables.... ................................. vi
Abstrac......................................   vxx
Chapter I. Introduction and Background............. . 1
Chapter II. Review of the Literature................. I4.
Ghapter 11 j_ » Tiethod.. lx
Chap ter IV. Results.................................. 1x
Chap ter V. Discussion.. ........................   30




1. Mean Chronological Age in Months, Mean IQ,
and Mean Self-concept on the Pretest for
Each Group ............................ 17
2. Means and Standard Deviations of the Self-
Concept Change Scores for Each Group
(n = 5 ).... '.......... ............27
3. Pearson-Product-Monent Correlations .Among
Self-Concepts and IQ Variables on the
Total Number of Subjects (N = 30}..... . 28
vi
ABSTRACT
The object of this study was to examine the relation­
ship, if any, between success and failure experiences and 
self-concept in retarded children. The Piers-Harris Chil­
dren's Self-Concept Scale was administered to 30 institu­
tionalized mentally retarded children at the Grafton State 
School. Following the administration of the pretest, the 
subjects were divided into three groups, two experimental 
and one control. Each group was further subdivided into a 
high and a low self-concept group on the basis of pretest 
performance. The groups were generally comparable with 
respect to chronological age and sex. Experimental group 
A was exposed to a success experience, experimental group 
B to a failure experience, and Group C constituted the con­
trol group.
One W9ek after the administration of the self-concept 
inventory, Groups A and B received the experimental manipu­
lations. The experimental task involved shooting a dart 
gun at a target while blindfolded, with success or failure 
being controlled by the experimenter. Immediately follow­
ing the experimental task a second measure of self-concept 
was obtained. Group G was administered the pre and post
vii
form3 of the self-concept inventory with no intervening 
success-failure experience.
It was hypothesized that following a failure experi­
ence retardates would show a greater drop in self-concept 
than after a succe33 experience. Further, retardates with 
low self-concepts were expected to show a greater drop in 
self-concept following a failure experience than those 
with high salf-eoncept3. Neither of these hypotheses were 
supported by the data. Analyses of variance and covari­
ance failed to reveal any significant difference among ex­
perimental conditions (success, failure, and control). 
However, there was a significant main effect for the type 




Although, self-concept has long been a source of inter­
est to psychologists, it has only been in recent years that 
empirical studies have been done. Two problems that have 
contributed to this have been the lack of consensus on a 
definition of self-concept and the sparsity of reliable in­
formation on the variables which affect self-concept. 
Nevertheless, some statements regarding the nature of self- 
concept have been proposed.
Mayer (196?) defined self-concept as ". . .an organ­
ized group of feelings an individual has concerning himself 
which are admissible to awareness." He suggested that 
self-concept is the result of the various environmental ex­
periences an individual has been exposed to throughout his 
life.
Mayer emphasized the importance of success-failure 
experiences in the development of self-concept. In this 
context, success either enhances an individual’s self-concept 
or leads to more positive feelings about the self. Failure 
experiences, on the other hand, either decrease an indi­
vidual’s self-concept or lead to more negative feelings
1
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about the self. The kinds of success-failure experiences 
that an individual ha3 appear to determine to a large de­
gree how he perceives himself. These perceptions in turn 
should have a' marked influence on how the individual be­
haves .
Since positive self-concept has been tentatively 
linked to achievement and desired personality characteris­
tics in general, the enhancement of self-concept has been 
a major concern to both educators and psychologists (Gorlow, 
Butler and Guthrie, 1963; Snyder, 1965* 1966; Snyder, 
Jefferson and Straus, 1953; Wink, 1965)» Historically 
these professionals have been most concerned with enhancing 
self-concept in "normal" or non-clinical populations. How­
ever, in recent years there has been an increasing inter­
est in studying the self-concept of the retarded. The re­
tarded population represents an intact group that can be 
used to study the effects of failure on self-concept, since 
retardates typically have a greater history of failure 
than the "normal" population. Retardates might be less 
responsive to experimentally induced success experiences 
due to their greater history of failure. Therefore the 
enhancement of the retardates* self-concept becomes even 
more of a challenge.
Although considerable research has been done with 
both the self-concept of the retardate and the effect of 
succes3-failure experiences on retardates* performance on
subsequent learning task3, the results have not been consis­
tent (Heber, 19b 7; Zigler, 1966). These inconsistencies 
indicate the need to look at more specific variables to 
account for the differences in the reactions of the retard­
ed to success-failure experiences. To date, no studies 
have attempted to relate the effects of success-failure 
experiences to the measured self-concept of the retarded. 
Therefore, the purpose of this study will be to determine 




REVIEW OP THE LITERATURE
Although considerable attention has been given to 
self-concept in recent years, the literature seems to pro­
vide little definite correlational data about the self- 
concept of the retardate. Retardation, as such, has not 
been shown to have any definite effect on self-concept.
The same is true of institutionalization and special class 
placement. However some evidence does suggest that re­
tardates with higher self-concept achieve better than those 
with lower self-ccncepts.
Cromwell (1963) stated that self-concept can be 
thought of as an outgrowth of the various environmental 
situations to which an individual has been exposed through­
out his life. Success and failure experiences play an 
integral part in an individual's life history and in th9 
formation of hi3 self-concept. However, the life his­
tories of normal children are characterized primarily by 
success experiences, while the histories of retarded chil­
dren are characterized primarily by failure experiences 
(Cromwell, 1963). MacMillan (1969) concluded that as a 
result of their differing histories, retarded children gen­
erally have a higher expectancy for failure.
b
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The literature review that follows will be divided 
into two major sections. First studies relevant to the 
self-concept of the retarded will be presented. The 
second part of the literature review is concerned with the 
effects of 3ucce33-failure experiences on performance in 
subsequent learning tasks.
Correlates of Self-Concept in the Retarded
Gorlow, Butler, and Guthrie (1963,1967) have done con 
siderable research on retardates' self-concept. The re­
sults of their studies indicate that perhaps both retar­
dates and normals are similar in their concerns about them­
selves and in regard to the various correlates of self- 
concept. Guthrie, Butler, Gorlow, and White (1961;) found 
that retarded women were concerned about many of the same 
issues which concern "normal” women, for example, popu­
larity, sexual acceptability, compliance, and friendship. 
The retarded subjects also feared being ignored or reject­
ed, giving and not receiving, and being angry with peers. 
Using the Laurelton Self-Attitude Scale, Gorlow, Butler, 
and Guthrie (19 6 3) found small but significant relation­
ships between self-acceptance and school achievement. They 
also found that those who were more accepting of themselves 
tended to do better in the institutional training program.
In investigating the relationship between self- 
concept and achievement, both Snyder (1965) and Wink (1963)
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found that retardates xvith high self-acceptance 3Core3 ac­
hieved at a higher level in school than those with low 
self-acceptance scores,. In attempting to extend this work, 
Snyder (1966) found that high achieving retardates, com­
pared to low achieving retardates, had higher self-concepts 
better personality scores, and lower anxiety scores.
Along similar lines Snyder, Jefferson and Straus (195>3) 
found a positive relationship between self-concept and 
reading, and self-concept and achievement,, They also found 
a positive relationship between 3elf-concept and favorable 
personality variables in general.
Since several investigators have linked positive self 
concept to favorable personality variables, attempts have 
been made to enhance the self-concept of the retardate,. 
Studies concerning the effect of group counseling on self- 
concept with the retarded have generally shown an increase 
in positive feelings about the self and a decrease in 
anxiety a3 a result of the counseling (Mann* 196?, 1969). 
Increases in mathematical and reading ability along with 
better grades in deportment were also reported by Hann0
The Relationship Between Intelligence 
a nd 5 e If -C one e'p t
A number of investigators have found a consistent 
relationship between low intelligence and low self- 
appraisal (Bialer, 1968; Curti3, 196)4; Gorlow, Butler, 
and Guthrie, 1963)G Other investigators hive reported less
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favorable self-concepts among the retarded (Albizu-Miranda, 
Matlin, and Stranton, 1966; Piers and Harris, 1961|; Rich­
mond, 1972)* Meyerowitz (1962} found that educable men­
tally retarded subjects were more derogatory of themselves 
than normal children and that educable mentally retarded 
subjects in special classes were more derogatory of them­
selves than those remaining in the regular classroom.
Other studies have obtained results inconsistent with 
this trend and have shown that mentally retarded children 
generally have less realistic self-concepts than either 
average or above average children. For example, Ringness
(1961) found that retardates tended to overestimate success 
when compared to average or above average groups. Al­
though the above average children rated themselves the 
highest on self-concept, the retardates rated themselves 
higher than the average group. Fine and Caldwell (196?) 
also found that educable mentally retarded children regard­
ed themselves as highly or better than their peer groups 
and other children of normal intelligence their own age.
The fact that the retardates self-concept is often 
inaccurate and inflated may be due in part to a very strong 
need on the part of the retardate to deny that he i3 re­
tarded (Edgerton, 1967). Segal (1967) also concluded that 
mildly retarded children sense that they are different and 
that they can not lead a normal life. If, in fact, Segal's
8
observation concerning mildly retarded children is true, 
one would expect them to be more defensive. Collins,
Burger, and Doherty (1970) did find that to be the case in 
a study using educable mentally retarded children. They 
also found that subjects were less ready to accept criticism 
than normals.
Effect of Special Class Placement 
on Se1f-Gone ept
The effect of special class placement on self-concept 
and adjustment has been reviewed by Gardner (1968) and Gus- 
kin and Spicker (1968). Both articles concluded that 
special class placement seems to have little effect on self- 
concept. Carroll (19 6 7) reported educable mentally retard­
ed subjects in a segregated setting showed less improvement 
in self-concept than those in a partially intergrated set­
ting. In a study of "slow learners" Bacher (1965) found 
no significant differences in self-concept between slow 
learners in special education classes and those in regular 
classrooms. Furthermore, McMillan (1965) found no differ­
ences in self-concept among retardates as a function of 
length of time in special education classes.
However, in a study investigating change in general 
self-concept of ability in educable mentally retarded sub­
jects, Schurr (19 6 7) found that self-concept showed an as­
cending linear trend over the last one and one half years
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of placement in a special class while those reassigned to 
a regular classroom showed a decrease in self-concept*
The students had a more negative orientation to the special 
class during their second year, but there was no signifi­
cant change in academic aspirations. Students may have 
internalized the negative attitudes of others about the 
special class and not about their ability* One interpreta­
tion of these findings might be that the students in the 
special education classroom were mors protected from aca­
demic failure than those remaining in the regular classroom. 
Their self-concept was enhanced following placement in spec­
ial education classes. However, the students in the special 
education classes were probably still exposed to the nega­
tive attitudes of others regarding special class placement 
and retardation in general* Therefore their attitudes to­
ward special class placement became increasingly negative. 
Furthermore, while they showed an increase in self-concept 
relating to academic matters, thi3 might not have been re­
flected in an overall increase in self-concept.
In view of the fact that retarded children have a his­
tory of fewer success experiences, it 3eems reasonable to 
assume that they have a lower expectancy of success in prob­
lem solving situations. Such expectancies have been 
measured by a level-of -aspiration task. Sears (191+0) 
found that average intelligence children with long histories
10
of failure set discrepant goals (either too high or too 
low) when compared to children with less severe histories 
of failure. Harrison, Singer, Budoff and Folman (1970) 
also reported that performance-discrepant goal setting is 
more characteristic of children with a history of failure 
than those without one.
Effects of Institutionalization 
on deli*-Concept
The literature concerning the effects of institu­
tionalization on self-concept is also inconsistent.
Guthrie, Butler, and Gorlow (1963) compared female re­
tardates living in an institution with those living at home 
and concluded that the girls living in the institution had 
a much more negative self-attitude. However, Gorlow, Butler, 
and Guthrie (1963) found that self-concept tended to in­
crease as a function of length of institutionalization.
In 1965, a study by McAfee and Cleland failed to demonstrate 
any relationship between self-concept and length of in- 
stitu tionalization. Kni3s, Butler, Gorlow, and Guthrie
(1962) also found self-attitudes to be independent of length 
of institutionalization and of age and intelligence as well.
Effect of Success and Failure on Performance
Failure experiences and their subsequent effects on 
performance have been amply documented with normals (Kas3 
and Stevenson, 1961; Stevenson and Pirojnickoff, 19.68;
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Steigman and Stevenson, I960; Stevenson and Zigler, 1958; 
Atkinson, 1958; Katz, 196i|; Rotter, 195U; Sarason, David­
son, Lighthall, Waits, and Ruebush, I960). Although the 
results of studies which experimentally induced success- 
failure experiences with retardates have been inconsistent, 
in general, success has led to better performance than 
failure (Eaglstein, 1970; Kass and Stevenson, 1961).
In a study involving the effect of success-failure 
experiences on subsequent learning tasks, Heber (1957) 
found that success enhances the performance of both normals 
and retardates; however, the performance of retardates is 
enhanced more than normals following a success experience. 
He also found that the performance of both normals and re­
tardates was enhanced following a failure condition.
As a result of this unexpected effect of the failure 
condition, that is, the facilitation instead of hindering 
of performance, Gardner (1958) compared the effects of two 
degrees of failure, partial and total. He reported that 
both degrees of failure had a general enhancing effect 
for both normals and retardates but that failure enhanced 
the performance of normals more than that of retardates.
One problem encountered in some of the earlier 
success-failure studies has been lack of adequate controls. 
To overcome this problem, Eaglstein (1970) employed a 
neutral experience and a no experience group. He found 
no difference between these groups and a success-failure
12
group on a subsequent learning task, Eagl3tein concluded 
that the success-failure interventions must be repeated 
several times if they are to be effective in producing a 
change in performance. He suggested that a relatively 
easy task which ha3 had no history of success or failure, 
might be more effective in producing change than classroom 
type activities which may have success or failure experi­
ences already attached to them.
Another problem in success-failure experiments is 
that the experimental manipulations are usually very simple 
and employed only once. They probably do not constitute 
an. adequate analogue of the lengthy and repeated history 
of failure experienced by the retardate. In a study in­
volving prolonged failure, Zeaman and House (I960) found 
that retardates were unable to solve an extremely easy 
problem even though they had been able to do so prior to 
the failure experience.
The diversity of findings within the success-failure 
literature may also b9 due to the lack of control for 
moderating variables. One such factor was identified by 
Butterfield and Zigler (1965) who reported that both normal 
and retarded children react differently to success and 
failure experiences as a function of their rasponsivity 
to adult3. Pour groups of eight institutionalized mentally 
retarded children and four groups of eight normal children 
were selected on the basis of responsivity to social rein­
forcement, All of the groups learned a three-choice size
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discrimination bask following exposure to either a success 
or failure experience. The results showed that among high 
responsive subjects, failure, as compared to success, at­
tenuated the performance of the retarded while improving 
the performance of normals. Among low responsive sub­
jects, however, failure attenuated the performance of nor­
mals while improving the performance of retardates.
Two hypotheses have been advanced to account for the 
fact that responsive retarded children did not improve 
their performance on a subsequent learning task following 
a failure experience. The first hypothesis proposes that 
failure experiences arouse competing motives in responsive 
retarded children. It is possible that the failure ex­
periences may be so anxiety producing that it causes the 
retardate to deny the experience. In that case a child 
would not be expected to react -with Increased effort follow 
ing failure. A second hypothesis, advanced by Cromwell
(1963), is that normals are reinforced more often for in­
creased effort following a failure experience than re­
tardates, and a number of investigators have shown that 
normals are more apt to improve their performance follow­
ing a failure experience (Gardner, 1958; Shallenberger 
and Zigler, 1961).
Statement of the Problem
High 3elf-concepts have been linked to achievement 
in school and success in both institutional training pro­
grams and in subsequent job placement (Gorlow, Butler, and 
Guthrie, 19&3)• Furthermore, the results of studies 
I'jhich experimentally induced success-failure experiences, 
indicate that success generally lead3 to better performance 
than failure (Baglstein, 19?0). Even though the effects 
of success-failure experiences on subsequent task perfor­
mance have been investigated, no studies to date have at­
tempted to determine if success or failure experiences af­
fect self-concept in the retarded.
The purpose of this study is to determine whether 
success and failure experiences affect .retardates* self- 
concepts. It was hypothesized that following a failure 
experience, retardates will show a greater drop in self- 
concept than after a success experience. Further, re­
tardates with low self-concepts were expected to show a 
greater drop in self-concept following a failure experi­




The object of this study was to examine the relation­
ship, if any, between 3ucces3 and failure experiences and 
self-concept in retarded children,. Following the adminis­
tration of the pretest, The Pier3-Harris Children's Self- 
Concept Scale (Piers and Harris, 1969), the subjects were 
divided into three groups, two experimental and one con- 
trolo Group A wa3 exposed to a success experience, Group 
B was exposed to a failure experience, and Group C was 
not exposed to any systematic experience. Each group was 
further subdivided into a high and low self-concept group 
on the basis of pretest performance,.
One week after the administration of the self-concept 
inventory, Groups A and B received the experimental manipu­
lations,, The experimental task involved shooting a dart 
gun at a target while blindfolded, with 3Ucce3s or failure 
being manipulated by the experimenter„ Immediately follow­
ing the experimental task a second measure of self- 
concept using the Piers-Harri3 Children's Self-Concept 
Scale was obtained. Group C was administered the pre and
16
p031 forms of the self-concept inventory with no interven­
ing success-failure experience.
Subjects
Subjects for this study were 30 institutionalized 
mentally retarded children who represented the total eli­
gible school-age population at the Grafton State School in 
Grafton, North Dakota. The 25 boy3 and 5 girls ranged in 
age from 11 to 21j. years. IQ scores were obtained from 
the records of the institution and ranged from 34 to 70.
No individuals with gross sensory or motor disturbances 
were included.
The subjects were divided into three groups that ware 
generally comparable with respect to chronological age and 
sex. The mean chronological age IQ, and self-concept 
scores on the pretest for each group are presented in 
Table 1.
Instrument
The Piers-Harris Children’s Self-Concept Scale, en­
titled ’’The Way I Peel About Myself,” was used to measure 
self-concept. It is a self report instrument appropriate 
for children of all ages. The scale was designed pri­
marily for research on the development of children’s self­
attitudes and correlates of these attitudes. The Piers- 
Harris Children’s Self-Concept Scale was originally de­
signed to cover all areas about which children reported
17
TABLE 1
MEAN CHRONOLOGICAL AGE IN MONTHS, MEAN TQ, AND MEAN 













































qualities they liked or disliked about themselves. Non­
discriminating items were dropped, so the final scale does 
not cover every area to the same degree. Published norms 
are available for both normal and retarded school age 
populations (Piers and Harris, 1962+).
Reliability
Both the Kuder-Richardson Formula 21 and the Spear­
man-Brown odd-even formula have been employed to evaluate 
the homogeneity of the test. They have yielded coeffici­
ents ranging from .78 to .93 and coefficients of .87 to
18
.90 respectively (Piers and Harris, 196k). Retests after 
four months have resulted in coefficients ranging from 
.71 to .77 (Wing, 1966).
Validity
It is never completely possible to ascertain whether 
a particular test measures what it was intended to measure. 
However, empirical validity provides evidence that a test 
score can be interpreted in a particular way by showing 
that a relationship exists between that test and a second 
(criterion) variable. Generally this relationship is ex- 
pressed as a correlation coefficient. All of the validity 
coefficients mentioned here are Pearson product-moment 
correlations.
Mayer (1965), in comparing scores on the Piers- 
Harris with scores on Lipsitt's Children's Self-Concept 
Test (1958) for a sample of 98 special education students, 
obtained a correlation of .68 (p K. .01). Cox (1966) found 
correlations of “,lj8 and ".Oil. between the Piers-Harris 
and problems checked on the SRA Junior Inventory (p < .01).
Children’s self reports have typically corresponded 
only slightly with the way teachers and peers rate them. 
Piers (1965) obtained correlations which ranged from .06 
to .1+9 (p <.01) . Cox (1966) found significant correlations 
between the Piers-Harris and teacher and peer ratings of 
socially effective behavior, .i|3 and .31, respectively 
(p .01). Additional correlations with the Children's
19
Social Desirability Scale (Millen, 1966; .25 to .1}5)» 
Children's Manifest Anxiety Scale (Cox, 1966; “.69 to “.5̂ +) 
and parental (.56) and peer (.61) acceptance -were signifi­
cant at the .01 level.
Correlations between the Piers-Harris and several 
intellectual measures have been obtained. The correlations 
ranged from .01} with, the WISC and Binst Standard Scores to 
.50 with the ICE SC Verbal Scale, Piers (1965) obtained 
correlations of ”.0i}, .10, .27 (p ^ .05) and .36 (p ^ .01) 
with the Otis-Lennon Mental Ability Test. Eastman (1965) 
obtained correlations ranging from .08 on the WISC perfor­
mance to .50 (p .01) on the WISC Verbal score, Mayer 
(1965) reported a correlation of .01} using the WISC and 
Binet standard score while Cox (1966) obtained a correla­
tion of J48 (p < ,01) with the California Test of Mental 
Maturity. Piers and Harris (1961}), also reported correla­
tions ranging from .06 to »1}3 (P ^ .01) between the Piers- 
Harris Self-Concept Scale and a nameless achievement test.
In summary, the Piers-Harris Children’s Self-Concept 
Scale has been shown to correlate highly with other measures 
of self-concept as well as with various intellectual 
measures. It has also been shoxm. to correlate with 
teachers and with peer ratings. No consistent sex differ­
ences have been demonstrated, nor has it been shown that 
consistent differences between grade levels can be expected 
on the Piers-Harris Scale.
20
Experimental Task
The experimental ta3k involved shooting a dart gun 
at a target while blindfolded. The dart gun was plastic 
and equipped with nine rubber tipped darts0 The target, 
an official archery target (17% x 17") was mounted on an 
easel at a distance of five feet from the subject.
This particular task was selected because it en­
abled the experimenter to control the success-failure 
variableo Since the subject wa3 blindfolded he had no 
way of knowing whether or not he was actually hitting the 
target. The subject had no reason to suspect that the 
experimenter■was in fact controlling the 3ucces3-failure 
variable, and it was very easy to convey to the subjects 
that a hit constituted success and a miss represented 
failure,, Furthermore, the task itself was very simple and 
required minimal skills on the part of the subject.
Procedure
The Piers-Iiarris Children’s Self-Concept Scale wa3 
administered to subjects in groups ranging in 3ize from two 
to six children. The experimenter brought the subjects 
into a large multi-purpose room at the State School and 
seated them at a table. The experimenter introduced her­
self and asked each of the subjects his/her name. The 
experimenter then proceeded to the inventory saying:
I’m here to find out how you feel about
yourself. I have some questions that I’d like
21
you to answer* There are no right or wrong 
answers. It's just wheat you feel about your­
self. This is not a test and does not have 
anything to do with school.
The experimenter passed out the inventory and instruc 
ted the subjects to put their names at the top. After read 
ing the instructions the experimenter checked to see that 
each subject had .answered each item before proceeding to 
the next one. The inventory took approximately thirty min­
utes to complete. Each subject \vas thanked for his/her 
help upon completion of the inventory.
During the following week the experimental and con­
trol groups were formed on the basis of their scores on 
the self-concept measure. Groups A, B, and C are each 
composed of five high and five low self-concepts subjects 
for a total of thirty subjects. The groups were also com­
parable with respect to chronological age and sex. An 
equal number of high and low self-concept subjects received 
success-failure experiences (see Table 1).
One week after the administration of the self-concept 
inventory, all of the subjects in Group A participated in 
a success experience while all of the subjects in Group B 
participated in a failure experience. Success or failure 
was manipulated by the experimenter who informed the suc­
cess group that they hit the target 100$ of the time and
22
the failure group that they hit the target of the time. 
Group C was administered the posttest of the self-concept 
inventory with no intervening success-failure experience.
The subjects were brought individually to the experi­
mental room (a large classroom) at the State School by an 
assistant to the experimenter. The subject was then given 
the following information:
I have some candy hare. I’m going to 
give you a chance to win some of it by play­
ing a game. If you play the game wall enough 
you can win some candy.
The game that we’re going to play is 
called Bull's Eye. I’ll give you a dart gun 
with darts in it, I want you to stand be­
hind this line (the experimenter pointed to 
the line) and shoot at the target (the experi­
menter pointed to the target). Watch me (the 
experimenter took one shot). Now you try it.
(The subject received two trials.)
This time I’m going to blindfold you so 
you won't be able to see the target. I’ll 
give you the gun and point you in the right 
direction. You will get nine shots at the 
target. Try to hit it every time because 
each time you hit it, I’ll put a piece of 
candy in the cup beside you. After you 
shoot the gun I'll tell you if you hit the
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target or if you Missed the target. Remember 
every time you hit the target you'll get a 
piece of candy. Do you have any questions?
Ready. Let*3 begin.
If the subject was in the success group he was told, 
"You hit the target" after each trial. If the subject was 
in the failure group he was told, "You missed the target," 
after each trial.
After completion of the experimental task the sub­
jects in group A and B were brought into another classroom 
by the assistant and given a second administration of the 
Piers-Harris Children's Self-Concept Scale by one of four 
assistants. The five assistants were all undergraduate 
students enrolled in general psychology at the University 
of North Dakota. All assistants were instructed to avoid 
saying or doing anything to the subjects which might affect 
their self-concept after the experimental task. They were 
told to keep conversation at a minimum both prior to and 
during the administration of the self-concept inventory.
Since all of the subjects were familiar with the 
inventory, the assistants re-read the standard instructions 
on top of the inventory and proceeded directly to its 
administration. Each subject was tested individually.
Upon completion of the self-concept inventory the 
assistant thanked the subject for his/her help and gave 
him two pieces of candy if he was in either the failure or
2k
control groupo The subjects in the success group had al­
ready received candy so they were merely thanked for their 
helpo
Statistical Analysis




Pour measures ware obtained and used in data analy­
ses: salf-concept pretest scores, self-concept posttest
scores, change scores, and IQs, The self-concept change 
score represented the difference between a subject's raw 
3core on the pretest and his raw 3core on the posttest.
Since the pretest scores had been used as one of the cri­
teria in forming the experimental groups, these four 
measures ware used in three ways to evaluate the two hy­
potheses of the study. First, analyses of variance were 
used to examine the change scores and the posttest scores 
for the predicted effects of the different treatments. 
Second, two-tailed t-test3 were employed to check for 
differential treatment effects as a function of high versus 
low pretest performance. Finally, analyses of covariance 
in which the covariant was pretest performance were used 
to test both the change scores and the po3ttest scores„
In addition, Pearson product-moment correlation coefficients 
were computed among the four measures to ascertain the ex­




A one-way analysis of variance wss computed on the 
change scores to determine the effect of the three treatment 
conditions (success, failure, control) on self-concept. A 
significant overall treatment effect was not obtained (P = 
1.153, d.f. = 2, 27, p^.10). Furthermore, none of the 
individual treatment means were found to differ signifi­
cantly from one another when t-tests were computed between 
each pair. Two additional one-way analyses of variance 
were computed for each of the subgroups within each treat­
ment condition, high versus low self-concept on the pretest. 
Once again, change scores were employed. No significant 
treatment effect was found either for the high self-concept 
group (P 1, d.f. =2, 12, p > ,5) or for the low self- 
concept group (P 1, d.f. =2, 12, £_>.!).). In each case, 
none of the t-tests computed between each pair of means 
ware significant.
In order to examine the data for differences between 
high and low self-concept subjects, two-tailed t-tests were 
computed between the two groups using change scores. The 
results indicate that there is a significant difference 
between high and low self-concept subjects with respect to 
overall mean change scores (t = 2.1 0 7, d.f. = 28, £_ < .05)* 
An examination of Table 2 reveals that xtfhile the overall 
mean change scores for the high self-concept and low self- 
concept groups were “0.2 and 6.2 respectively, there was
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MEAN AND STANDARD DEVIATION OF THE SELF-CONCEPT 











High -0.1+ 3.81+ -3.0 1 1 . 8 1 2.8 6,1+1 0.2
7.35
Low 9.0 5.H+ 2.2 11.35 7.1+ 8.96 6.2
8.1+8
Column
Marginals i+,3 1+.I+9 0.1+ 11,58 5.1 7.68 3,0
7.91
no systematic pattern among the means for■ the three treat-
ments for each of these groups.
Finally, two one-way analyses of variance on the post­
test scores were computed, one for the high self-concept 
group, the other for the low self-concept group. Once 
again, no significant differences were found among the 
treatment conditions in either analysis (high self-concept:
F ■< 1, d.f. = 2,12, p_ > .5; low self-concept: F < 1, d„f, =
2.12, 2_ > .5).
Pearson-product-moment correlations were computed 
among the self-concept change scores, pretest scores, post­
test scores and IQs to ascertain the extent that IQ x̂ras 
correlated with each. The correlations presented in Table 
3 are based on the total number of subjects.
28
TABLE 3
PEARSON-PRODUCT-MOMENT CORRELATIONS AMONG SELF-CONCEPTS 
AND IQ VARIABLES ON THE TOTAL NUMBER 
OP SUBJECTS (N=30)
Self-Concept
Change Pretest Posttest IQ
Self-Concept
Change 1,00 -0.21 0. Styfr* 0.17
Pretest O O 0.70s-** 0.37*"'
Posttest 1.00 0.45*
IQ 1.00
* " •  £  <  * 0 5
^ .0 1-:khc- o a. . 001
Since both the pretest scores and IQs were correlated 
with posttest scores, a one-way analysis of covariance on 
the posttest scores of the combined high and low self-concept 
groups was computed. No significant differences among the 
treatment conditions were found after the pretest scores 
and IQ scores had been covaried out (P < 1, d.f. = 2, 27, 
p > ,5)« Two one-way analyses of covariance on the post- 
test scores for the high and low self-concept groups were 
computed. No significant differences were found to exist 
among treatment conditions in either the high self-concept 
group (P < 1, d.f, = 2,12, p_ .5) or in the low self- 
concept group (F -A 1, d.f, = 2,12, £ > .5).
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In summary, neither of the hypotheses ware supported 
by the data. No significant differences were found to 
exist among the experimental conditions (success, failure, 
or control). Furthermore, there was no evidence to suggest 
that retardates with a low self-concept showed a greater 
drop in self-concept following a failure experience than 
those with a higher self-concept. Even though IQ was found 
to correlate with the posttest scores, analyses of covari­
ance on the posttest scores with both IQ scores and pre­
test scores covaried out failed to reveal any significant 
differences among experimental conditions.
DISCUSSION
This study explored two hypotheses: 1) retardates 
will show a greater drop in. self-concept following a fail­
ure experience than after a success experience; and 2} re­
tardates with a low self-concept were expected to show a 
greater drop in self-concept following a failure experience 
than those with higher self-concepts. Neither of these 
hypotheses were supported by the data.
The analyses of variance and covariance revealed no 
significant differences among the experimental conditions 
(success, failure, and control). Several hypotheses could 
be advanced to account for this., First, the experimental 
condition probably did not constitute an adequate failure 
experience due to its brevity. Zeaman and House (I960) 
hypothesized that lack of consistent results in the success- 
failure literature may be due to the fact that most of 
the experimental manipulations are usually very short and 
employed only once. In a study involving prolonged 
failure, they found that retardates were unable to solve 
an extremely easy problem even though they had been able 
to do so before. It is quite possible that a prolonged 
period of failure may be necessary to produce any signifi­
cant change in self-concept, just as it is necessary to
. 3 0
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produce any change in performance, Eaglstein (1970) also 
concluded that success-failure interventions must be re­
peated several times if they are to be effective in produc­
ing a change in performance. Ideally the failure condition 
should have been repeated several times to constitute an 
adequate analogue of the lengthy and repeated history of 
failure assumed for the retardate.
Second, since the retardates typically have a greater 
history of failure than the "normal" population, retardates 
might be lass responsive to experimentally induced success 
experiences. Therefore they may require an even longer 
series of success experiences to elicit a change in self- 
concept since they have a greater history of failure to 
overcome. However, due to the time element involved and 
the restrictions imposed by the director of the institution, 
repeated success-failure experiences were not feasible.
Third, the task itself was highly reinforcing regard­
less of whether the subject was in the success or the 
failure condition. The experimental task was designed to 
be interesting so that it might hold the attention of the 
subject. Furthermore, it was chosen because it was a rela­
tively easy task which probably did not have many success 
or failure experiences already attached to it. However, on 
the basis of the remarks made by the subjects during the 
experimental task, the chance to participate in the experi­
ment was highly reinforcing by itself. The subject
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typically satisfies a variety of motives in the experimen­
tal situation, for example, curiosity, having fun with the 
"game," interacting with an interested adult, and avoiding 
unpleasant classroom activities. Being successful at the 
experimental task is just one of the many reinforcing 
properties of the task. Given this complex motivational 
state, success and failure may both result in an increase 
in self-concept. It is quite possible that a subject with 
a low self-concept could increase his self-concept by 
the fact that he feels important because he was chosen to 
participate in the experiment,, Ideally, the experimental 
task should have been repeated several times so that the 
novelty associated with the task could have worn off.
Fourth, the planned total sample of k8 had to be re­
duced to 30 due to lack of subjects. This reduction made 
it extremely difficult to detect a difference even if it 
had existed. The standard deviations of the groups, es­
pecially the failure groups, ware quite high. Since the 
groups were so small to begin with, one extreme score 
could have made a considerable difference in the group mean 
It should be noted that the greatest variability occurred 
in the failure groups, followed by the control and success 
groups. The high and low failure groups had a range of 2? 
and 29 points respectively while the high and low success 
groups had a range of only 10 and 11 points. It appears 
that individual subjects reacted to the success experience
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similarly but that their reactions to the failure experi­
ence were more variable.
Retardates with a low self-concept actually showed a 
smaller drop in self-concept after a failure experience 
than those with a higher self-concept. This contradicts 
the second hypothesis, but does lend some support to the 
proposition that retardates have a strong need to deny that 
they are retarded (Edgerton, 1967; Fine and Caldwell,
196?; Ringness, 1961; and Segal, 1967). In a study in­
volving the reactions of normal and retarded children to 
success and failure experiences as a function of their 
responsivity of adults, Butterfield and Zigler (1965) 
found that responsive retarded children did not improve 
performance on a subsequent learning task following a fail­
ure experience. They concluded that failure experiences 
may be so anxiety producing that it causes the retardate 
to deny the experience. In that case the subject would 
not be expected to react with increased effort folloxjing 
failure. Furthermore, if the retardate denies the failure 
experience, he would not be expected to show a decrease in 
•self-concept.
The two-tailed t-test did reveal a significant differ 
ence between high and low self-concept subjects. The high 
self-concepts groups appeared to have more stable self- 
concept than the low self-concept groups. The mean-change 
in self-concept for the high self-concept group was con­
siderably less than for the low self-concept groups. Both
3k
groups were compared to "normal" subjects to see if either 
a ceiling effect on a similar phenomenon at the lower end 
of the scale had been encountered. The mean raw score on 
the pretest for the high self-concept group was $6.1 which 
corresponds approximately with the $7th percentile for 
"normal" subjects. The low self-concept groups had a mean 
raw score of -U- on the pretest which corresponds with
the 21; th percentile for "normal" subjects. These norms 
are based on 11.38 school age subjects, grades k through 12 
(Piers and Harris, 1961;), Since the lox<? s9lf-concept group 
was already at the low end of the scale, the amount of 
change that could take place on a downward direction was 
limited, A3 a result there may have been a tendency for 
the low self-concept subjects to regress towards the mean.
To date, no empirical studies have been done to de­
termine if high self-concept subjects have more stable 
self-concapt3 than low self-concept subjects. However if 
high self-concept subjects have more favorable personality 
variables and less anxiety (Snyder, 1966) one x-jould in­
tuitively expect that their self-concepts would show less 
variability.
The high and low self-concept groups reacted dif­
ferently to the success and failure conditions. The high 
self-concept group decreased in self-concept following 
both the success and the failure condition but to a 
greater degree following the failure condition. The low
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self-concept group increased in self-concept following 
both the success and the failure experiences. However, the 
increase in self-concept following the failure condition 
ivas not as high as would be expected on the basis of the 
increase in self-concept experienced by the control group. 
One hypothesis can be advanced to account for the differing 
reactions of the high and low self-concept groups to the 
success failure experiences. Even though the high self- 
concept groups appeared more stable, that is, the mean 
change in self-concept for the high self-concept group was 
less than for the lox̂  self-concept group, their reactions 
to success and failure were not as hypothesized. It is 
very difficult to account for the decrease in self-concept 
experienced by the high self-concept group following the 
success experience. It is possible that the high self- 
concept group responded more realistically on the po3ttest 
than on the pretest, making more truthful rather than 
socially acceptable responses, since the pretest was done 
in groups while the second administration was done indi­
vidually. During the first administrations some of the sub­
jects did occasionally respond verbally. It is possible 
that other subjects would then respond similarly even though 
they had been told to answer according to how they felt 
about the question. It could be that a group contagion ef­
fect was reduced in the posttest since it was administered 
individually.
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The high self-concept subjects showed a decrease in 
self-concept following the failure experience. It' would 
appear that they were reacting more realistically to fail­
ure than the low self-concept subjects. Even though the 
low self-concept group did show a decrease In self-concept 
following the failure experience the decrease was not as 
marked as with the high self-concept group. If a floor ef­
fect was encountered, then this tendency for the low self- 
concept subjects to regress toward the mean might be ex­
pected. It should be noted that except for one extrema 
negative score the mean group change was in a positive dir­
ection, that is toward higher self-concepts. It appears 
that the low self-concept group was denying the failure ex­
perience, If that is true one would hardly expect them 
to show a decrease in self-concept following the failure 
experience. Low self-concept subjects may also have had a 
greater history of failure than the high self-concept sub­
jects. If so they have probably had more of a need to deny 
failure experiences in the past.
The low self-concept groups did increase their self- 
concepts following the success experience. It appears 
that the low self-concept subjects were affected more by 
the success experience than the high self-concept subjects, 
Heber (1957) found that while success enhances the perfor­
mance of both normals and retardates, the performance of 
retardates is enhanced more than normals. Since high
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self-concepts have tentatively been linked to achievement 
and better performance in general, the same comparison 
might hold for self-concept. It is possible that those 
with lower self-concept react with an increase in self- 
concept following a success experience just as Hebera* re­
tardates reacted with an increase in performance after a 
success experience. The high self-concept subjects, much 
like Habers' normals, showed an Increase in self-concept 
folloxtfing a success experience but not as great an increase 
as the low self-concept 3ubject3,
This study has demonstrated that not all retardates 
respond alike. There appears to be a difference in respond 
ing between high and low self-concept subjects under vary­
ing experimental conditions. Both success and failure ex­
periences appear to attenuate the self-concept of the high 
self-concept subjects, especially the failure condition.
The self-concept of the low self-concept group was enhanced 
following the success experience and attenuated following 
the failure experience. No significant differences were 
found among the experimental conditions of success-failure- 
control .
These findings have several implications. First the 
self-concept of the retardate may be more stable than was 
previously thought. This is especially true in the case 
of the high self-concept subjects. If this is true, then 
the apparent lack of difference between the experimental
conditions can be explained. A brief one-time encounter 
with a success or failure experience may not be signifi­
cantly intense to change a person's self-concept signifi­
cantly, especially if the history of repeated failure as­
sumed for the retardates is true. Prolonged exposure to 
either the success or failure condition is probably neces­
sary to affect any change in self-concept.
Secondly, even though no significant differences were 
demonstrated between the success and failure condition, it 
can be said that success experiences enhance the self- 
concept of the retardate more than failure experiences. 
Therefore experiences in school and in daily living should 
be geared to offer the retardate the greatest opportunity 
to obtain success and to avoid failure. This is true with 
both the high and low self-concept subjects. The high 
self-concept subjects appear to be more affected by failure 
experiences. Therefore their experiences should be geared 
to avoid failure. The low self-concept subjects are also 
affected by failure experiences, although it doesn’t seem 
as marked because they are probably employing a denial 
mechanism. There seems to be a need on the part of the low 
3elf-concept subject to deny failure experiences, thus 
his decrease in 3elf-concept following a failure experi­
ence is 1833 in comparison to the marked decrease in self- 
concept experienced by the high self-concept subject. 
Shaping and fading techniques might be employed effectively
with .retardates because they minimize the failure and maxi­
mize the opportunity to succeed.
Further research on the effect of success and failure 
on subsequent performance should keep in mind the differ­
ence in responding between high and low self-concept sub­
jects. The inconsistencies in the success-failure litera­
ture in the past may have been due in part to the failure 
to control for this important variable. Furthermore, if 
any significant changes in self-concept as a result of suc­
cess and failure experiences are to be demonstrated, the 
success and failure experiences will have to be prolonged 
rather than short, one-time experiences.
39
REFERENCES
Albiztj-Miranda, C«, Matlin, N0» & Stranton, H0 R» The 
successful retardate. Unpublished manuscript,
Hato Rey, Puerto Rico, 1966.
Atkinson, J. W. Towards experimental analysis of human 
motives in terms of motives, expectancies and in­
centives, In J. Wo Atkinson (Ed.), Motives in 
fantasy, action, and society. Princeton; Van 
Nos trana, 1956, pp.2 d d-3ob0
Bacher, J0 H0 The effect of special class placement on 
the self-concept, social adjustment, and reading 
growth of slow learners, Dissertation Abstracts,
XXV, Pt. 1* (1965), 7071, May-Juneo
Bialer, Ic Relationship of mental retardation to emotional 
disturbance and physical disability0 Paper pre­
sented at the International Conference on Social- 
Cultural Aspects of Mental Retardation, Nashville, 
June, 1963c
Butterfield, Ec G., & Zigler, E0 The effects of success
and failure on the discrimination learning of normal 
and retarded children. Journal of Abnormal Psychol­
ogy, 1965, JO, 25-3U ^
Carroll, S* WQ The effects of segregated and partially 
integrated school programs on 3elf-concept and 
achievement of EMR’s. Exceptional Children, 1967,
3i£, 93~99o
Gollins, H. H., Burger, G. K., Doherty, De Self-concept
of EMR and non-retarded adolescents. American Jour- 
nal of Mental Deficiency, 1970, 75 (3)
Cox, So Ho Family background effects on personality de­
velopment and social acceptance0 Unpublished 
doctoral dissertation, Texas Christian University, 
1966. Summarized in: Peer acceptance-rejection and 
personality development. Project N. OE 5-Oi|17, 
Contract No. OE 2-10-051, U0S0 Department of Health, 
Education and Welfare.
Cromwell, R. L. A 3ocial learning approach to mental re­
tardation. In N. R. Ellis (Ed,), Handbook of mental 
deficienc y. New York: McGraw-Hill^ T9 635 pp.' [(.'I'-hT •
Curtis, L. T« A comparative analysis of the self-concept 
of the adolescent mental retardate in relation to 
certain groups of adolescents. Dissertation Ab­
stracts, Pt„ 2, XXV (196!+), 23h&-28!i7, Oct.-Dec,
Eaglstain, S. A. The effect of interpolating success ex­
periences into classes for the retarded, Bethesda, 
Md.: ERIC Document Reproduction Service, ED 057
59 0, 1970.
Eastman, S, The relationship between self-concept and in­
telligence in children. Unpublished research paper, 
Whitworth College, Spokane, Washington, 1965*
Edgerton, R. B» The Cloak of Competence: Stigma in the
Lives of the Mentall~y "Retarded7 Berkel’y: University 
of Calif ornia Pre's's’, 196?,
Pine, M. J,, Caldwell, T. E, Self Evaluation of school of 
school related behavior of educable mentally retarded 
children: A preliminary report. Exceptional
Children, 196?, J3_, 32k*
Gardner, W. I. Reactions of intellectually normal and re­
tarded boys after experimentally induced failure: 
a social learning theory interpretation. Unpublished 
doctoral dissertation, George Peabody, 1953*
Gardner, W. I, Personality characteristics of the mentally 
retarded: Review and critique. In H. J* Prehm,
L„ A, Hammerlynck, & J, E, Crosson (Eds.), Behavioral 
research in mental retardation, Eugene, Oregoni 
Rehabxlitation Research and Training Center in Mental 
Retardation, University of Oregon, 1968, pp. 53-68,
Gorlow, L„, Butler, A,, & Guthrie, G. Correlates of self­
attitudes of retardates. American Journal of Mental 
Deficiency, 1963, 6 7, 599-555T
Guskin, S» L,, & Snicker, H, H. Educational research in 
mental retardation. In N, Ellis (Ed,), Inter­
national revie^w of research in mental retardation. 
Vol, 3. New York: Ac ad emi c P re s's 1968," pp, 217- 
218.
hi
Guthrie, G. M. , Butler, A., & Gorlow, L. Personalities 
differences between institutionalized and non- 
institutionalized retardates, American Journal of 
Mental Deficiency, 1963, _67, 575-578 •"
Guthrie, G. M., Butler, A,, Gorlow, L,, & White, G, N.
Non-verbal expression of self-attitudes of retar­
dates. American. Journal of Mental Deficiency, 196!i, 
69, l|2->|9.
Harrison, R,, Singer, J., Budoff, M,, and Folman, R.
Level of aspiration as a function of learning poten­
tial status in the educable mentally retarded. 
Bethesda, Md.: ERIC Document Reproduction Service, 
ED 0i|8 706, 1970.
Heber, R. F. Expectancy and expectancy changes in normal 
and mentally retarded boys. Ann Arbor/ Michigan;
ITni ve ri i ty~ >fi~c ro f i 1ms, 1957 •
Kass, N ., Stevenson, H. W. The effect of pretraining rein 
forcament conditions on learning by normal and re­
tarded children. American Journal of Mental De- 
flciency, 1961, 667 76-80"/
Katz, I. Review of evidence relating to effects of de­
segregation on the intellectual performance of 
Negroes. American Psychologist, 196U, 19, 381-399.
Kni3S, J. T., Butler, A., Gorlow, L., & Guthrie, G, M.
Ideal self patterns of female retardates. American 
Journal of Mental Deficiency, 1962, 67, 2i|5~7I|'9.
Lipsitt, L. P, A self-concept scale for children and its 
relation to the children's form of the manifest 
anxiety scale. Child Development, 1958, 29, l|63-i|72
MacMillan, D. L. Motivational differences of cultural-
familial retardates vs normal subjects on expectancy 
for failure. -American Journal of Mental Deficiency, 
1969, 7^, 25i|-2o37
McAffee, R. 0., & Cleland, C. C. The discrepancy between 
self-concept and ideal-self as a measure of psycho­
logical adjustment in educable mentally retarded 
males. American Journal of Mental Deficiency.
1965, 70j~^ET..-------------------- - ------- *■
McMillan, F. A study of the relationship of selected sub­
ject and situational variables to the social adjust­
ment of intellectually retarded adolescents. Disser 
tation Abstracts, Pt. 3 XXV (1965), 57^2-5773. Jan.- 
Apr.
43
Mann, P0 H, An investigation of the effect of group coun­
seling on educable mentally retarded boy's concepts 
of themselves in school, Bethe3da, Md.: ERIC Docu­
ment Reproduction Service, ED 022 283, 1967*
Mann, P, H„ The effect of group counseling on educable
mentally retarded boy*3 self concepts0 Exceptional 
Children, 1969, 35, 359-366,
Mayer, Cc L0 A study of the relationship of early special 
class placement and the self-concepts of mentally 
handicapped children. Unpublished doctoral disser­
tation, Syracuse University, 1965o
Mayer, CD L, Relationships of self-concepts and social
variables in retarded children, American Journal of 
Mental Deficiency, 1967, 72_,
Meyerowitz, J* H0 Self-Derogations in young retardates 
and special cla33 placement. Child Development,
1962, 33, 443-45lo
Millen, L0 The relationship between self-concept, social 
desirability and anxiety in children,, Unpublished 
masters thesis, Pennsylvania State University, 1966.
Piers, E0 V. Children's self-ratings and ratings by 
others. Unpublished paper, 1965o
Piers, E. V. & Harris, D0 B„ Age and other correlates of 
self-concept in children, .Journal of Educational 
P aye ho logy, 1964, 55, 91-951!
Piers, E. Vo and Harris, D» B» The Pier3-Harris Children's 
Self-Concept Scale (The Way I Peel About Myself), 
1969, Counselor Recordings and Tests.
Richmond, Bc 0. Non-cognitive development of mentally re­
tarded. Paper presented at Southeastern Invitational 
Conference on Measurement in Education, Athens, 
Georgia, 1972 0
Ringnes3, T. Ae Self-concept of children of low, average, 
and high intelligence0 American Journal of Mental 
Deficiency, 1961, 6r5, 453-aoTI
Rotter, J0 B0 Social learning and clinical psychology.
Englewood Cliff’3, 'New" Jersey; Prentxce-itail, 1954•
Sarason, Se B., Davidson, K., Lighthall, P0, V/aite, Rc,
& Ruebu3h, Bo Anxiety in eleraentapy school children, 
A report of researcho New" York': ^vTTeyT’T̂ oT""''
Schurr, Kc T. Tha effect of special class placement on
the self-concept-of-ability of the educable mentally 
retarded child. Bethesda, Md,: ERIC Document Re­
production Service, ED 027 658, 1967*
Sears, P. SQ Levels of aspiration in academically success­
ful and unsuccessful children. Journal of Abnormal 
and Social Psychology, 191+0, 35/̂-i-98-530".
Segal, A. Some observations about mentally retarded ado­
lescents,, ChiIdren, 1967, 1U, 233-237o
Shallenberger, P0, & Zigler, E, Rigidity, negative reaction 
tendencies, and cosatiation effects in normal and 
feebleminded children. Journal of Abnormal and 
Social Psychology, 1 9 6 1 , ' 2 0 - 2 6 .
Snyder, R. Tc An investigation of personality variability 
as a major determiner of the degree of academic at­
tainment among educable retardates. Dissertation 
Abstracts, 23 (Pt0 3), 1965, 3^09 Jan.-Mar0
Snyder, R„ To Personality adjustment, self-attitudes 
and anxiety differences in retarded adolescents,, 
American Journal of Mental Deficiency, 1966, 71,
33~5io
Snyder, Re, Jefferson, W0, & Straus, R. Personality vari­
ables as determiners of academic achievement of the 
mildly retarded. Mental Retardation, 1953, 3, 15-
18 o ”
Steigman, M„, & Stevenson, H„ Tha effects of pretraining 
reinforcement schedules on children*s learning,,
Child Development, I960, 31, 53-58.
Stevenson, H. W„, & Pirojnikoff, L. A. Discrimination
learning as a function of pretraining reinforcement 
scheduleso Journal of Experimental Psychology,
1958, ,56, ------------  ------------
Stevenson, H. W0, & Zigler, E 0 F, Probability learning 
in children,, Journal of Experimental Psychology,
1958, £6, 185-1927--------- *------- ----------
Wing, So Wo A study of children x/hose reported self- 
concept differs from classmates* evaluation of 
them. Unpublished doctoral dissertation, Univer­
sity of Oregon, 1966.
Wink, C. F. Mental Retardation and learning under symbolic 
reinforcement in view of self-acceptance» Disserta­
tion Abstracts, 23 (Pt. 3), 1963, 2k3Q-2k310 Jan.-
Mar.
Zeaman, D«, & House, 3, J. Approach and avoidance in the 
discrimination learning of retardates. In D, Zeaman 
et al,, Learning and transfer in mental defectives. 
Program Report No0T "2V Nii-Ef UaiPnS, l960o RtCoV’Grant 
M-1099 to University of Connecticut, pp. 32-70o
Zigler, So Personality structure In the retardate0 In 
Review of research in mental retardation. N0 R*
Ellis [Sd0), Hew York: Academic Press, 1, 1966,
PP, 97-99.
